This paper reviews studies of teacher anxiety (stress and tension) with a focus on the incidence, sources, and effects of anxiety, and methods of reducing it. Previously, global definitions of anxiety have been used, and assessment has been largely restricted to paper-and-pencil measures. The incidence of anxiety among teachers, both beginning and experienced, appears to be remarkably high and its causes are usually associated with a variety of personal, social, and.physical events. The functional relationships between these events and teacher anxiety and between teacher anxiety and other teacher behavior as well as pupil behavior are unknown. It is recommended that teacher anxiety be conceptualized in performance terms and measured directly in classroom situations through external observation and self-observation. Data from such techniques would provide the basis for investigations of functional relationships between particular events and teacher anxiety as well as-between anxious teacher behaviors and student performance. Promising techniques for reducing teacher anxiety, such as systematic desensitization, are considered. It is suggested that such techniques be incorporated in teacher education and evaluated experimentally. In their answers teachers were involved more often than persons in any other role (Brannan, 1972) . Most educators would agree that the teacher's "personality" or "mental health" (and behavior) are important in the classroom; some might consider these characteristics even more important than his knowledge of the subject matter and methods of teaching. When a teacher fails, the failure is often attributed to personality defects, such as insufficient warmth, zeal, or sensitivity, or perhaps excessive authoritarianism, rigidity, or permissiveness (Smith, 1968) . Flanders and Simon (1969), in reviewing the literature on teacher effectiveness, concluded that research is vitally needed on the functional relationships between particular teacher behaviors and their effects on student performance.
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Stress and tension, or anxiety, among teachers represents one area of teacher personality and mental health that has remained all but ignored from a cause-and-effect perspective. Jersild (1955, and see Jersild, Lazar, & Brodkin, 1962) discussed the topic of personal anxiety with a group of student teachers, and found it to be of enormous concern to them.
After the discussion, the student teachers "expressed an overwhelming sentiment in favor of dealing with the subject of anxiety. . . . Many went out of their way to say that the treatment of anxiety was one of the most meaningful experiences they had had in their postgraduate work. . . . A large number expressed themselvev, as strongly favoring consideration of anxiety as a central issue in education [ Jersild, 1955, p. 63] ." This paper explores the following issues:
(1) the incidence of anxiety among classroom teachers; (2) the causes or sources of this anxiety; (3) the effect of teacher anxiety on teacher and student behavior; (4) the methods used to reduce anxiety among classroom teachers;
and (5) recommendations for future work in this area.
As a global construct, often with an implied trait or predispositional character (i.e., one serving as an internal cause of overt behavior), anxiety can be operationally defined in many ways (Sarbin, 1968) .
We shall use the term "anxiety" simply as a summary description (and not as an explanation) of a variety of overt and covert actions.
The terms "personality" and "mental health" are also used in this fashion.
The invalidity of viewing anxiety and other personality characteristics as traits with explanatory power rather than merely as summary descriptions of various behaviors has been considered elsewhere (e.g., Mischel, 1968 Mischel, , 1973 White & Liberty, 1973) . We will comment further on this issue below.
The Incidence of Anxiety Among Teachers
The incidence of various types of emotional maladjustment, particularly anxiety, among teachers has received considerable attention since early in this century. Hicks (1933) , in a survey of 600 teachers, 3 found that 17 percent were "unusually nervous" and another 11 percent had suffered from nervous breakdowns. used the Thurstone Personality Schedule (Thurstone & Thurstone, 1934) to study the mental health of 110 women teachers and found that 33 percent suffered from nervous symptoms. Randall (1951) studied the employment records of 10,000 teachers in Los Angeles; 10 percent of teacher absences of 10 days or more were reportedly due to "nervous conditions" including fatigue, prolonged menstrual disorders, and situational reactions. Some evidence has indicated that single female teachers suffer more anxiety than married females (Powell & Ferraro, 1960) . Another study has shown that black student teachers are initially more anxious than white student teachers and remain more anxious throughout their student teaching experience .
Although these self-report survey data lack validation against other indices of anxiety, they suggest that teachers experience considerable strain, tension, or anxiety in the classroom. While the incidence of anxiety may be no greater for teachers than for other professional groups (Bentz, Hollister, & Edgerton., 1971) , the possible negative effects on young children could be serious. On the basis of minimum incidence statistics and pupil-teacher ratios in 1957, Kaplan estimated that anxiety may affect as many as 200,000 teachers and through them, five million pupils! Sources of Anxiety in Classroom Teachers Fuller (1969) has conceptualized the concerns of teachers as a developmental progression: The preteaching phase is characterized by nonconcern; the beginning teacher phase (including student teaching)
by concerns with self; and the later teaching phase by concerns with pupils and their educational growth. This review considers teacher anxiety during the beginning and later teaching phases.
Beginning Teachers
The findings of fourteen studies on beginning teachers' concerns and sources of anxiety are summarized in Table 1 . Their similarity is impressive not only because the samples surveyed were quite different but also because a variety of methods were used to obtain these data.
Student teachers reported that relationships with their master teachers and college supervisors were a major source of tension. Yee (1968) found that these relationships were initially marked by a high degree of cohesiveness, but at the end of student teaching the members of the triad were invariably reporting a higher frequency of negative feelings about each other.
Other potential sources of anxiety in student teaching might include the way verbal feedback or reviews of actual teaching on videotape are given. Valencia (1970) found that student teachers who were initially highly anxious demonstrated more anxiety than student teachers initially low in anxiety, regardless of the way feedback about their teaching was presented. High-anxiety teachers were found to react less anxiously to feedback when negative evaluations preceded positive evaluations.
But low-anxiety teachers responded less anxiously when positive evaluations preceded negative evaluations. Fuller and Manning (1973) , after an extensive review of the literature on self-confrontation, concluded that the experience of viewing himself on videotape performing in front of a class might be stressful for a teacher when used without stressreducing adjuncts. There is little research on this issue in relation to teachers, however, and methods for reliably reducing this stress remain to be developed. Yee (1968) negative interactions between student teacher, supervising teacher, and collect supervisor 12.
Fuller ( Fuller & Manning (1973) viewing teaching performance on videotape microteaching practice in area teacher is not concerned about 7 As Table 1 also shows, beginning teachers reported at12_,oties and concerns centering around (1) their ability to maintain discipline in the classroom, (2) students' liking of them, (3) their knowledge of subject matter, (4) what to do in case they make mistakes or run out of material, and (5) how to relate personally to other faculty members, the school system, and parents.
Experienced Teachers
Experienced teachers reported different concerns and sources of tension, as summarized in Table 2 . Fuller (1969) hypothesized and later found partial support for the contention that practicing teachers' concerns center around their "ability to understand pupils' capacities, to specify objectives for them, to assess their gain, to partial out one's own contribution to pupil difficulties and gain, and to evaluate oneself in terms of pupil gain [Fuller, 1969, p. 221] ." Other investigators, however, have reported somewhat different findings, possibly accounted for by the content, form, and context of data collection instruments.
As shown in Table 2 , the chief sources of teacher anxiety relate to (1) time demands, (2) difficulties with pupils, (3) large class enrollments, (4) financial constraints, and (5) lack of educational resources.
Yet it is difficult to determine from these data the specific situations or combinations of situations that result in tension or anxiety. Survey studies usually cannot establish functional relationships between events and behavior. Some investigators have attempted to go beyond self-report data in an effort to study the relationships between specific variables and the incidence of teacher anxiety. National Education Association studies (1951, 1967) found negligible differences between teachers reporting little strain and those reporting considerable strain on a variety of demographic variables, such as number of pupils in class, amount of time spent in class instruction, and hours spent in extracurricular duties. found significant relationships between organizational formality, teacher characteristics, and job tension (Job-Relr-',ed Tension Index, Thoresen et al.
finding time for individual and remedial work working without benefit of a daily preparation period obtaining funds for the purchase of extra classroom aids finding time for creative teaching planning lessons, grading papers, completing report cards concerns with pupils ability to understand pupils' capacities, to specify objectives for them, to assess their gain, to determine one's contribution to pupils' difficulties and gains growing line at pencil sharpener student at teacher's desk student says "I don't have a pencil" as teacher begins quiz students not paying attention as teacher gives directions while teacher is assigning seats, a boy says "I don't want to sit with the girls" students get noisy as teacher talks to superintendent in room student says "Teacher, what am I supposed to do?" as you finish giving directions two students fighting over a basketball student becomes belligerent when teacher corrects him one boy says, "I won't do it" when teacher gives students instructions principal says, "We don't have enough money" when teacher makes suggestions that would help him do a better job of teaching 10 Kahn, Wolfe, Quinn, & Snoek, 1964) . Greater formality, agreement between teachers about their teaching role, and adequate preparation for specialist...functions resulted in significantly less anxiety among teachers.
But these correlational studies cannot determine whether anxiety is caused by or covaries with particular variables.
The attempt to establish functional relationships is further complicated by the variety of ways in which the term "anxiety" has been used and anxiety among teachers has been measured (see Appendix 1).
The measuring techniques have not made it possible to relate particular anxiety-producing situations to the type or magnitude of stress experienced.
As we observed earlier, anxiety is a global construct that has been operationally defined in a number of ways. Future investigations might produce more useful results by taking a performance-oriented view,'based on the response modes in which anxiety is typically experienced:
that is, cognitively (certain thoughts or images), physiologically (heart rate, respiration, perspiration, etc.), and motorically (shaking, stuttering, muscle tension, etc.).
This performance-oriented view should be used in relating selected teacher behaviors (cognitive, motoric, physiological) to other teacher (and student) behaviors in specific classroom and related situations (cf. Mischel, 1968 Mischel, , 1973 . Such an approach would more clearly pinpoint the sources and consequences of teacher anxiety. Susskind, Franks, and Lonoff (1969) and Thoresen, Alper, Hannum, Barrick, and Jacks (1973) have already employed this strategy. In both studies teachers were helped to formulate lists of specific anxiety-producing situations.
These situations (see Table 2 ) were then used in an anxiety-reducing treatment (systematic desensitization). Inspection of these hierarchy items provides some insight into the personal meaning of general concerns mentioned in the other studies and identifies specific anxietyinducing situations for particular groups of teachers. Assessing anxiety experiences in terms of certain teacher actions in specific situations can greatly add to our understanding of teacher anxiety and methods for reducing it.
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The Effects of Anxiety on Teachers and Students
Although a substantial number of teachers report that they are working under strain or tension to the point of discomfort, it remains to be determined whether this anxiety is detrimental or beneficial to classroom teachers and students. Runkel and Damrin (1961) , in studying the relationship between anxiety and "cognitive dimensionality"
(defined as the "total number of dimensions a person employs in perceiving and evaluating specified complexities of environmental stimuli [p. 2607)," hypothesized that high-anxiety teachers would use fewer categories to explain pupil behavior than middle-or low-anxiety teachers.
This hypothesis was not supported. Dutton (1962) was unsuccessful in attempting to show that highly anxious student teachers would change their attitudes toward teaching in the direction of the attitudes of their supervising teachers (and in a more negative direction to a greater extent than low-anxiety student teachers).
Likewise, (Joyce & Harootunian, 1967) . Koon found that high-anxiety teachers, unlike low-anxiety teachers, used significantly less task-oriented behavior with students they expected to be competent than with students they expected to be incompetent. Petrusich Battery and classroom observation were administered once a week during student teaching. No significant correlations were found between the teachers' anxiety scores and the derived factor scores of the OScAR.
But about 10 percent of the correlations between various types of anxiety and specific teacher behaviors were found to be significant (p < .05), though these relationships varied considerably over the separate administration of the instruments. Student teachers with high anxiety levels tended to yell less often and were more affectionate in their speech but they gave their pupils less verbal support.
These teachers tended to spend more time structuring activities, spent less time in miscellaneous "chatter," yet engaged in more "hostile speech and behavior" than low-anxiety teachers. Students of highanxiety teachers also tended to be more disruptive than students of low-13 anxiety teachers. On the basis of these relationships, Petrusich (1966) concluded that a better psychological climate might be found in a classroom where the student teacher's anxiety levels were low to average.
These studies suggest that at some level, anxiety in classroom teachers may become detrimental both to the teachers involved and to their pupils. Further study of the effects of teacher anxiety should progress beyond the use of anxiety questionnaires either as independent or as dependent variables.
Investigators would obtain more useful results by defining operationally how the anxious teacher acts, devising systems to observe these behaviors directly, and then describing possible functional relationships between teacher anxiety and pupil behavior in the classroom.
Reducing Anxiety
During the last few years some beginning attempts have been made to reduce anxiety in teachers. Eder (1971), after randomly assigning student teachers to an experimental counseling group, a seminar control group, or a no-treatment control group, found no significant differences on the Flanders Interaction Analysis (Flanders, 1960) categories between groups in percentages of restricting classroom behavior or in reduction of anxiety over time (State-Trait Anxiety Inventory, Spielberger, Gorsuch, & Lushene, 1969) . attempted to reduce the anxiety of student teachers by exposing them to motion-picture vignettes of anxiety-inducing situations in classrooms. The experience did not reduce anxiety (IPAT Anxiety Scale) or lower the concern of teachers about problem classroom situations. However, student talk as measured by the Flanders categories did increase significantly in the classrooms of student teachers who had the simulation experience. Consistent with earlier recommendations in this paper, these results suggest that specific treatments may influence particular teacher and student behaviors but not global, trait-oriented paper-and-pencil measures. Interestingly, Shaw and Thoresen (in press) in working with severely anxious dental phobics recently found that a generalized Savidge (1969) compared three methods (a teaching methods course, a structured group discussion, and the methods course plus the group discussion) for reducing student teachers' anxiety about teaching as measured with a questionnaire he developed. In addition the questionnaire was administered to a no-treatment control group.
An analysis of differences in the groups' change scores revealed no main or interactional effects. But a post-hoc analysis of differential changes of initially high-anxiety and low-anxiety teachers (as measured with the Taylor Manifest Anxiety Scale) showed that the methods course treatment did significantly reduce the anxiety of highly anxious teachers toward student teaching. Moreover, the structured discussion treatment produced a significant reduction in anxiety about student teaching for the low-anxiety teachers, but significantly increased anxiety toward student teaching for the high-anxiety teachers. No other differences were found.
In a similar study Treese (1972) attempted to determine the effects of microteaching on teachers (male and female, elementary and secondary, preservice and inservice). The microteaching course was designed to teach instructional methods. Anxiety scores (Taylor Manifest Anxiety Scale) were significantly reduced for the female group, the preservice group, and the secondary teacher group. Hughes (1970) , however, failed to show change-score differences in anxiety (Taylor Manifest Anxiety Scale) between a microteaching and a lecture control group.
Based on findings from studies in other areas, Fuller and Manning (1973) hypothesized that microteaching may be less effective in reducing anxiety when it focuses on matters (e.g., questioning behavior) about which the new teacher is not concerned and ignores matters about which the teacher is concerned (e.g., discipline).
Four attempts to reduce anxiety in teachers by means of systematic desensitization have been reported. Susskind et al. (1969) randomly treatment reduced generalized anxiety (IPAT and Fear Survey Schedule) but failed to change specific anxieties about dental work. However, two specific treatments (modeling and systematic desensitization) did reduce the subjects' specific dental anxieties as well as increase dental work behaviors.
assigned 16 teachers to a systematic desensitization group or a counseling (discussion) group. Although at the end of eight sessions differences between the two groups on an anxiety scale and an emotional reaction scale (both constructed by the authors) were not significant, the desensitization group showed less anxiety and less emotional reaction to specific questionnaire items. The desensitization group reported that their experience was beneficial more than the counseling group did, and these differences were sustained at a ten-month followup: Giblin (1972) also used systematic desensitization in a study to reduce test anxiety scale (Dollar, 1972) and rated herself five times each day on the State-Trait scale (Spielberger et al., 1969) . The duration of the treatments was three weeks. According to both the daily self-reports and self-reports gathered at the end of the treatments, the combined desensitization and behavior skills training was clearly superior to any of the other treatments in reducing self-reported anxiety. Interestingly, teachers in three of the groups (desensitization alone, relaxation plus behavioral skills, and relaxation alone) experienced initial decrements of anxiety, but subsequently reported increasingly higher levels of teaching anxiety during the course of the treatment. 
Discussion and Recommendations
The studies reviewed warrant the following conclusions: (a) There is a high inAdence of anxiety among beginning and experienced teachers. Teacher anxiety appears to be associated with a variety of personal, social, and physical conditions (ranging from concern with one's adequacy as a teacher and discipline problems to the availability of materials and facilities).
(c)
The specific effects of teacher anxiety on other teacher behaviors and on student actions remain unknown.
Some evidence suggests that systematic desensitization and specific instruction in classroom techniques reduce the self-reported anxiety of teachers.
The problems of stress and tension experienced by teachers are very real. The construct of anxiety, however, presents major problems of definition, measurement, and interpretation. The following observations and recommendations may reduce these problems.
1.
Anxiety as a global construct has been defined in so many ways that the value of its continued use is questionable. Implied in the term anxiety is some kind of arousal behavior, or what might be termed stress or tension responses experienced directly by the person cognitively, motorically, or physiologically. Further, these responses tend to be specific to particular everyday life situations. Historically, the term anxiety was used metaphorically to denote an eyperience similar to a tense, choking sensation (Sarbin, 1968) . Unfortunately, the concept soon acquired the status of a trait; that is "anxiety" came to connote an underlying force that caused anxious behavior. The tautology involved in this transformation from description to pseudo explanation should be apparent: a person who acts tense and nervous is described as anxious; when questions are raised about what might be causing these tense behaviors, the usual explanation given is anxiety. Anxious teachers are tense because of anxiety. In several of the studies reviewed (e.g., Dutton, 1962; Eder, 1971; Savidge, 1969) Based on a performance rationale, the authors and others are currently developing a behavioral rationale and training system for the self-management of stress and tension actions designed to teach teachers how to reduce these behaviors in everyday situations.
2.
With few exceptions the assessment of teacher anxiety has been limited to paper-and-pencil self-report devices, such as open-ended questions and rating scales (cf. Appendix 1). Behavioral assessment--i.e., directly observing the teacher's performance in classrooms and elsewhere--has been rare. Thus teacher anxiety as measured to date primarily reflects the paper-and-pencil responses of teachers to questions or cues about stressful situations rather than their actual behavior in these real situations. Clearly, "live" assessment of teacher actions is needed. Even the cognitive component of stress can be externally observed through analyses of teachers' real-life rather than test-taking verbal behavior, and it is feasible for teachers to observe and count their own "anxious" thoughts and images in the classroom (see, e.g., Hannum, Thoresen, & Hubbard, 1974 ).
3.
The causal relationship between anxious teacher behaviors and student performance in the classroom should be explored. It seems probable that the stress and tension experienced by teachers may have very specific effects on their own actions and on their students, depending on situational variables. Unfortunately, the exclusive use of comparative group designs in the few experimental studies reported to date seriously limits the type of data that can be gathered on student effects. Instead of the pretest-posttest strategy, which relies on point estimates (mean scores), it would be preferable to use intensive single-subject designs, in which "continuous" data are gathered (i.e., several observations are made over many days before, during, and after interventions) and trends are analyzed within and between phases (cf. Sidman, 1960; Chassan, 1967; Thoresen, in press ).
The study by , discussed earlier, offers an example of an intensive design that related observed actions of teachers over time to changes in certain student behavior. Such designs can provide an empirical basis for discovering functional relationships between specific teacher and student actions.
4.
A promising technology of stress and tension management is currently available (cf. Bandura, 1969; Paul, 1969; Thoresen & Hosford, 1973; Wolpe, 1969) . This technology includes techniques such as systematic desensitization, relaxation training, and participant modeling.
It has been effective in dramatically reducing the excessive arousal behavior of persons in many different situations. Studies should be made to test a combination of techniques that help teachers pinpoint a their "anxiety" (as overt and covert behaviors), examine the antecedents and consequences of their anxiety, and reduce their stress in a various ways. For one teacher in a particular situation, selfadministered desensitization combined with participant modeling may be the most effective technique. Or the same teacher may need to alter features of the anxiety-producing environment in a different situation.
A promising approach to reducing teacher stress is behavioral selfmanagement (Goldfried & Merbaum, 1972; Kanfer & Phillips, 1970; Thoresen & Mahoney, 1974) . The literatures on this subject is a rich source of hypotheses and techniques for helping teachers learn to control their own internal and external actions. Teaching teachers the skills of systematic self-observation is but one possibility offered by behavioral self-management (Hendricks, Thoresen & Hubbard, 1974 ).
Self-desensitization and self-relaxation training are other techniques that might be used (cf. Allen, 1973; Thoresen & Mahoney, 1974) .
Training in these self-management techniques is not designed to produce teachers who are desensitized to the point of becoming inactive or tolerating unreasonable or unhealthy environments. As Fuller (forthcoming) has pointed out, many teacher anxieties may be entirely appropriate, considering the harsh conditions in which teachers must work. Rather, the goal is to teach the teacher the skills of managing personal stress and tension that might otherwise interfere with effective teaching along with instrumental behaviors for changing and modifying the stress-producing features of school environments. As Paul (1969) and Paul and Shannon (1966) have noted, desensitization can increase the subject's general confidence and help him learn to cope with stress-arousing situations. Recently, variations of desensitization have been developed which emphasize using desensitization more actively as a skill for coping with stress in everyday life (Goldfried, 1971; Goldfried & Trier, in press; Thoresen & Mahoney, 1974) . In many ways the self-management of stress may free the individual to perform more competently and effectively.
Future investigators of the social-emotional development of teachers should expand their study of teacher stress and tension into the realm of specific teacher and student behaviors observed in the classroom and other environments. The obvious ease and convenience of correlational studies that rely exclusively on simple paper-andpencil anxiety measures is matched by the equally obvious irrelevance of such strategies for providing tangible help to teachers'.
